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 ‘what’re we doing?’ he asks. 
 and she thinks about this for a moment. she thinks, what she’s doing is waiting to hear 
the phone ring, the doorbell to chime, the sharp, warm rap of knuckles on the door ... the sound 
of their voices outside, telling her that they are home. 
 but they are not home. even when they are here, they are not here for us, not for her and 
Sissy and the curly-q boy, so they might as well stay away. 
 and telling her brother that he has to be cotton quiet, she reaches deep into the bag, and 
lifts out the gun, and she sets it under her leg where he can’t see it, but he starts again with his 
questions about this and that and what nobody knows, and facing the door, she starts all over, 
counting the money for that sum that will let them walk away from zero. 
 ‘Sissy?’ 
 ‘now, shh,’ she tells him. ‘I’m counting,’ she says, and she pulls out a handful of money. 
she makes a pile of 10’s, a pile of 20’s and 50’s, when, deep into the count, she hears the screen 
door slam, and this time, little brother hears it, he hears it too. 
 ‘Sissy!’ he says. ‘it’s them! Sissy, they’re home!’ he says. 
 and he scrambles off the bed, but in a flash she’s up and a step behind him, the gun, like 
the butterfly come up out of the jar, in her hands as she runs, and she hisses at little brother, 
weaving a finger through his deep tangle of hair, ‘get down! I said, down!’ and she’s gotta trip 
him up to make him hear real good, and she kneels beside him, the gun at-ready. 





This is a work of fiction: the characters and the story itself are figments of my imagination. The 
location, the residence, however, is modeled on the basement apartment one of my sisters and her 
husband lived in for several years. I moved in with them for a span of time, and I remember well the 
layout: the one bedroom, the sofa bed, the cubby hole off the kitchen where I slept, the windows and 
the stingy light they offered, and the concrete stairs to ground level. 
Lastly, the word “Sissy”, as used here, is the informal version of Sister. I had a childhood friend 
who addressed his big sister as “Sissy”, and I immediately understood the first time I heard him use 
it, that he was using it as a term of endearment. 












This paper presents a comparative study of young learners’ motivation to learn English in the 
transition from primary to secondary education in Japan and Ukraine. It is based on two 
motivational studies associated with the respective countries: a study by the Ministry of Education, 
Culture, Sports, Science, and Technology (MEXT) in 2017 in Japan and an investigation by the 
researcher conducted in a state compulsory school in Kyiv, the capital of Ukraine, in March 2004. 
Motivation levels of pupils (aged 12-13) in Japan, who are in the transition period, that is, the first 
year of lower-secondary education, are compared with those of pupils aged 10-12 years studying 
in the first two years of lower-secondary education in Ukraine (5th and 6th forms: 105 in all, 43 
aged 10, 39 aged 11, and 23 aged 12). The findings revealed that among Japanese pupils, a smooth 
transition in learning English as a foreign language (EFL) from the primary to the secondary was 
hindered by the fact that the English teacher was different at each level and at the primary-level 
education is inadequate preparation for language activities in secondary education. Thus, English 
teacher training is key to effectively implementing EFL pedagogical approaches. 
 
Keywords 






Young learners’ motivation to learn English: Japanese and Ukrainian perspectives
Young l m learn English: Japanese and
17
2021020284（本文）HU-GIS Journal Vol7-03.indd   17 2021/03/17   14:19:55
Introduction 
This study compares the Japanese and Ukrainian contexts of teaching English as a Foreign 
Language (EFL) after almost the same number of years since English education underwent reforms 
in both countries; it has been 14 years since drastic shifts occurred in Japan and 13 years since 
Ukrainian reforms were undertaken at different levels of society, including its English education.  
Research was conducted in Kyiv, Ukraine, in 2004, 13 years after the country became 
independent of the former USSR in 1991. Prior to discussing the main issue at hand, thumbnails 
on the developments in Ukraine will be presented to compare it with the Japanese case by following 
related studies (see Council of Europe, 2001, 2020; Kononenko & Holowinsky, 2012; Pavlenko, 
2008; Smotrova, 2009; Tarnopolsky, 1996; UNESCO, 2020). 
After its independence, Ukraine began slowly adjusting to the world as a democratic power 
and as a free economy at different levels of society, which can also be considered its path towards 
globalisation (Ushioda, 2011). Despite the societal upheavals after the Cold War ended, the country 
has been a high achiever in academic performance; innovative education reforms were undertaken 
and a 12-year education system was reinforced in 2001 to align with the European system. Prior to 
this, pupils would complete their secondary education at the age of 17, a year earlier than in other 
European countries. Now, compulsory education starts at the age of 6 and continues until the end 
of secondary education at the age of 18. At the time of this research, Ukraine had the fourth-highest 
number of academic graduates in Europe. The literacy rate was also high, at almost 100% of the 
population. Investment in education was a top priority: the budget for education was about 6% of 
Ukraine’s GDP in 2009. 
Accordingly, the language policy in Ukraine was also restructured in 1992, especially in the 
context of foreign language education: Russian, the language that had once been dominant because 
Ukraine was part of the Eastern Alliance, fell drastically in popularity (Pavlenko, 2008). In 2004, 
compulsory Modern Foreign Language (MFL) education was reinforced from the second year at 
the primary level under the initiative of the Ministry of Education and Science of Ukraine (MESU). 
Consequently, new national syllabi for English education were officially introduced by the MESU 
to follow the Common European Framework of References (CEFR) for Languages. Significantly, 
the fluency level of both pupils and locals is high: communicative approaches have been used as 
part of EFL pedagogy so that English learners can progress in all four skills (listening, speaking, 
reading, and writing). 
Thus, an overwhelming shift towards English was seen in Ukraine, and soon there was a 
growing demand for learning English among its citizens, who, regardless of their preference for 
English or otherwise, understood the practical importance of learning the language. Consequently, 
English became a more useful tool than Russian in helping them to enrich their life financially. 
Since then, Ukrainians have been enthusiastic in learning EFL and pursuing career opportunities 
both in the domestic and overseas markets: almost 90% of the Ukrainian pupils who have finished 
secondary school find that learning a foreign language is key to a successful future career. They 
also see immigration to an English-speaking country, such as the U.S., as an opportunity for a better 
life. Between 2004 and 2009, 90,000 Ukrainians, who had completed higher education, left their 
country and moved to the U.S., exploring job opportunities and aiming for a better life. This trend 
has had an enormous impact on the country's demography and continues to this day. Ever since its 
independence, the country has witnessed a constant stream of emigrating Ukrainian citizens who 
are proficient in English. 
In the Japanese case, the study examined was one presented by MEXT in 2017, 14 years after 
Japan implemented the five-year strategy known as the ‘action plan to cultivate “Japanese with 
English abilities”’ (MEXT, 2003). This action plan aimed to reform English education at various 
levels, such as starting age, pedagogical approaches, teacher training, and entrance examinations. 
Accordingly, along with the related proposals that MEXT has manifested in the Courses of Study, 
primary EFL education in the state sector reached a new phase in April 2020 (MEXT, 2017). This 
reform process, known as GOAL 2020, moved the study of English into the compulsory education 
sector; it has been implemented in the lower-secondary sector since 2002 and the primary sector 
since 2011. Primary EFL education has been recognised as one of the milestones of the roadmap 
to reform English education in Japan since the five-year strategy was presented in 2003 (MEXT, 
2003, 2017). 
Presently, all pupils officially undergo English education from the primary through to the 
compulsory secondary sector and onwards. English has been taught as a compulsory subject for 
the last two forms (P5s aged 10-11 and P6s aged 11-12 years) of primary school. Pupils are 
expected to acquire appropriate English proficiency under a proper evaluation system, which has 
been officially specified based on the CEFR criteria levels of English proficiency for Japanese EFL 
learners (MEXT, 2003, 2017). Consequently, English education has been implemented even for 
the lower grades (P3s aged 8-9 and P4s aged 9-10 years) as ‘Foreign Language Activities’. 
This pedagogical shift from ‘English for some’ to ‘English for all’ in the recent reform has 
enhanced Japanese EFL learners’ understanding of the importance of learning English in Japan: 
second language (L2) acquisition is a necessity to maintain cultural, economic, and other types of 
contact with the outside world (Kachru, 1986; Rixon, 2013; Stern, 1967). In fact, globalisation has 
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influenced Japanese primary EFL pupils to such an extent that they are aware of the need for 
learning English, the role of English, and so on, within the Japanese context (Kobori, 2020): 
knowledge of English can be a useful tool in a globalising world as English is considered the 
international language (Brewster, Ellis, & Girard, 2002).  
Japanese EFL primary pupils’ opinions can be perceived as part of the democratisation of 
English education in Japan. This trend can be compared to the Southeast Asia experience of the 
1970s, when democratisation of education was realised by reforming the language policy. Barriers 
to education that had historically been imposed on pupils using languages other than their own 
were removed (Richards, 1997; Tucker, 1978). On the contrary, in the case of Japan, since learning 
English is standardised for all pupils, there is vast scope for gaining knowledge by learning English, 
and thus no constraints to being active globally.  
 
Theoretical frameworks and data collection 
In the Ukrainian literature, the theoretical frameworks adopted are mainly associated with the 
Socio-Educational Model and Self-Determination Theory (see Gardner & Lambert, 1959; Ryan & 
Deci, 2000): Integrativeness, Instrumentality, and Language Anxiety are considered the 
motivational constructs, and Intended Learning Effort is considered the criterial scale.  
This eclectic approach is valid because it attempts to identify pupils’ attitudes towards learning 
the L2 and the learning situation as motivational sub-constructs. This framework is shared with the 
MEXT study of 2017 because the discussion on related issues is based on these theoretical 
frameworks. This approach to identifying L2 motivation is considered a conceptual pairing (Boo, 
Dörnyei, & Ryan, 2015). Additionally, the current framework to measure motivation, the L2 
Motivational Self System (Dörnyei & Ushioda, 2009), is not applicable to the Ukrainian study 
because it had not yet been presented at the time of the research.  
In the Ukrainian case, a state school in Kyiv, with primary and secondary sectors combined, 
was the site of the investigation. Pupils aged 6 to 18 were enrolled when this investigation was 
conducted. The respondents were pupils in the age range of 10-12: 105 pupils in total (43 aged 10, 
39 aged 11, 23 aged 12), enrolled in the first two years of secondary school (5th and 6th forms). 
They are in the transition from primary to secondary EFL education in Ukraine, while in Japan 
pupils in this age group are still undergoing the last two years of primary education (P5 and P6).  
The questionnaire survey asked the Ukrainian pupils about their motivation towards learning 
English. The question items have motivational constructs, such as Integrativeness, Instrumentality, 
and Language Anxiety, as well as Intended Learning Effort; it also asked them about their 
experiences in visiting other countries. Pupils were to respond to a list of 30 items using ‘Yes’ and 
‘No’ answers (see Appendix 1). The researcher personally distributed the questionnaire to fifth- 
and sixth formers during their English classes, and the response rate was 100%. The researcher 
also observed their English classes to understand how they experienced learning English. The 
results of the observations are shown in Appendix 1, along with the percentage of ratings in 
agreement with the items in the questionnaire. The items were allocated according to the 
motivational constructs and other scales that have been mentioned previously.  
 
Motivation to learn English - a Japanese perspective 
The national consensus has been that primary pupils at 10+ (P5s and P6s) were associated with 
relatively high motivation to learn English based on their attitudes towards the L2 and the learning 
situation. More than 70% have endorsed items such as ‘I like English’ and ‘I like my English lesson’ 
(MEXT, 2017).  
However, there is controversy about their motivation, particularly referring to the transition 
period from primary to secondary EFL education (MEXT, 2017): their motivation to learn English, 
based on their attitudes towards the learning situation, shows a continuous and steep decrease as 
they go from primary through lower-secondary education (see Fig. 1). Noticeably, in the first year 
of lower-secondary school (LS1), approximately 80% of them express regret for a lack of focus on 
reading and writing skills at the primary level (P5 and P6), thus realising the deficit in their 
language proficiency. Their impressions at the beginning of secondary EFL education reflect the 
negative trend in their motivation to learn English. Six years later, in the final year of upper-
secondary school, the positive trend associated with their primary EFL education shows a 
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Motivation to learn English – a Ukrainian perspective 
Noticeably, in contrast to the Japanese case during the transition period, Ukrainian pupils’ 
performance on the survey indicates a powerful motivation to learn English at the beginning of 
their secondary EFL education, which can be seen from their positive attitudes towards English, 
English-language learning, and the learning situation. Referring to Items 3.4 and 7.1 in Appendix 
1, most pupils mention having favourable English learning experiences and maintain a strong 
desire to learn English even after being upgraded to secondary school. This reveals the supportive 
environment of their parents, English teachers, etc. who have made them realise the benefits of 
learning English (see Items 4.5, 5.4, and 5.8). In other words, they are continuously encouraged to 
learn English, both inside and outside their classroom.  
The Ukrainian case is different from the Japanese case in that Ukrainian pupils have been able 
to learn English under favourable learning situations: the majority of them continued to like their 
English lessons (see Item 4.4). Although they have difficulty learning English at different levels, 
they continue to have a high motivation to study (see Item 6.1). However, they do realise that, to 
some extent, learning English is not as easy as learning other subjects in school (see Items 4.2 and 
4.3). Thus, EFL pedagogical approaches implemented in their English classes are well-matched 
with pupils’ learning of English to maintain their motivation to learn the language during the 
transition from primary to secondary EFL education, which is evident from their favourable 
attitudes towards their English teacher (see Item 4.5).  
 
Findings and discussion 
Referring to the differences between Japanese and Ukrainian pupils in their motivation to learn 
English in the transition to the secondary level, Japanese pupils seemed to have a problem in the 
transition from primary to secondary EFL education, particularly associated with their learning 
situation in terms of the EFL pedagogical approaches implemented by their English teachers.  
In the Ukrainian case, the positive disposition of the English teacher is reflected in the classroom, 
as observed by the researcher in this study. Ukrainian English teachers are well trained in managing 
their pupils’ smooth transition from primary to secondary EFL education: they have sufficient 
training, knowledge, and teaching proficiency in implementing primary and secondary EFL 
pedagogical approaches. In the course of their work on English textbooks, and participating in 
various language activities and tasks, the pupils largely showed a positive response towards 
teacher’s instructions by raising their hands, standing up, reading aloud, writing neatly, etc. Thus, 
the learning levels and contents of their lessons are cognitively equal to those in other subjects. The 
various EFL pedagogical approaches were implemented effectively, and the pupils were involved 
in appropriate classroom activities that developed their language proficiency and elicited their 
interest in learning English, similar to other findings from the related literature (see Larsen-
Freeman & Anderson, 2011). Therefore, consistent learning of English in their previous primary 
EFL experience makes their transition smooth to the secondary level.  
On the contrary, the association between lower-secondary English teachers in Japan and the 
negative experience of the pupils at the beginning of secondary EFL education is noteworthy. The 
proportion of those teachers who teach using English is approximately 57%, which is considered 
unsatisfactory. Their EFL pedagogical approaches demonstrate how they construct classroom 
activities by focusing primarily on practising reading skills, while activities for practising oral skills 
are relegated to the second position (MEXT, 2017; see Fig. 3).  
Therefore, pupils tend to experience less 
literacy skills training in primary EFL education. 
At the very beginning of secondary EFL education, 
there is a sudden leap to other language activities, 
but very few oral activities. In other words, lower-
secondary EFL teachers do not emphasise enough 
on relevant classroom activities. This situation 
creates a discontinuity in pupils’ learning from 
primary EFL experience to the reality of 
secondary EFL learning. The implication is that primary and secondary EFL education in Japan are 
not coordinated well enough in terms of the content and activities conducted by the English 
teachers who are responsible for the proper implementation of EFL pedagogical approaches. This 
leads to pupils losing their motivation to learn English in higher classes. 
 
Conclusion  
This study found that the key to motivate Japanese pupils in making a smooth transition in learning 
English from primary to secondary EFL education lies with English teachers. Significantly, one of 
the implications arising from this is the lack of a proper English teacher training system because 
English teachers are after all only following the processes and norms specified by the English 
education reforms, whereas the need is to train English teachers to teach both primary and 
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activities by focusing primarily on practising reading skills, while activities for practising oral skills 
are relegated to the second position (MEXT, 2017; see Fig. 3).  
Therefore, pupils tend to experience less 
literacy skills training in primary EFL education. 
At the very beginning of secondary EFL education, 
there is a sudden leap to other language activities, 
but very few oral activities. In other words, lower-
secondary EFL teachers do not emphasise enough 
on relevant classroom activities. This situation 
creates a discontinuity in pupils’ learning from 
primary EFL experience to the reality of 
secondary EFL learning. The implication is that primary and secondary EFL education in Japan are 
not coordinated well enough in terms of the content and activities conducted by the English 
teachers who are responsible for the proper implementation of EFL pedagogical approaches. This 
leads to pupils losing their motivation to learn English in higher classes. 
 
Conclusion  
This study found that the key to motivate Japanese pupils in making a smooth transition in learning 
English from primary to secondary EFL education lies with English teachers. Significantly, one of 
the implications arising from this is the lack of a proper English teacher training system because 
English teachers are after all only following the processes and norms specified by the English 
education reforms, whereas the need is to train English teachers to teach both primary and 
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In contrast to the Ukrainian case, reflecting on the implementation of their EFL pedagogical 
approaches, English teachers in Japan may be considered a significant factor for pupils’ lack of 
motivation in learning English. Noticeably, their L2 motivation is significantly affected by their L2 
teacher, especially in the transition period from primary to secondary education. This study, 
therefore, contributes to the literature of L2 motivational studies (see Dörnyei & Ushioda, 2011; 
Kikuchi, 2015) by identifying one of the factors that could demotivate pupils from learning English 
in different contexts. 
Therefore, English teachers in Japan need to understand motivational issues from their pupils’ 
perspective and note the decrease in motivation level to learn English among their pupils as they 
move to the higher grades (MEXT, 2017). This decrease in motivation would indicate a lack of 
consistency in EFL pedagogical approaches: for instance, imposing excessive grammar-translation 
activities on secondary pupils who are familiar only with communicative approaches post their 
primary EFL education. 
There is a need for follow-through of pupils’ learning from primary to secondary EFL 
education and match their progress with the implementation of pedagogical approaches. 
Consistency in adopting appropriate pedagogical approaches during the transition period is key. 
This can help teachers systematically monitor their pupils’ learning under specific learning 
situations. Consequently, it could also be a good opportunity for them to reflect on their motivation 
to learn and teach English, the language they have chosen to pursue in their career.  
 
Limits of the study 
Limits to this study include the constraints in generalising the findings owing to the scale of the 
research investigation, the range of the research methods, and the context of English education in 
Japan and Ukraine. 
The Ukrainian research study is small compared to the national census presented by MEXT, 
and the two studies were performed with a time gap between them: the investigation in Ukraine 
was conducted in 2004 and the MEXT study was presented in 2017. Moreover, the quantitative 
method used is mainly focused on the cross-sectional analysis in both cases. 
Concerning the EFL teaching contexts in Japan and Ukraine, the participants from the two 
cases differ in terms of their ages, although they are both commonly perceived to be in the transition 
period between primary and secondary education, because the education systems of the two 
countries are different in terms of the starting age of secondary education: 10 in Ukraine and 12 in 
Japan (UNESCO, 2020). Accordingly, their EFL teaching systems also differ. In Ukraine, English 
is taught by subject teachers both at the primary and at the secondary level, thus maintaining 
consistency; in Japan, EFL teaching personnel are, in general, different for primary and secondary 
education: mostly primary teachers in primary school and subject EFL teachers in secondary school.  
In the categorisation of related motivational constructs, although it is not practical considering 
the complicated nature of L2 motivation, each item is affiliated with just one category to make the 
analysis easier. This point might need more discussion to verify the relationship between the type 
of L2 motivation and the question item. 
 
Educational implications 
Reflecting on the necessity to make EFL pedagogical approaches consistent during the transition 
period from primary to secondary education within the Japanese context, the researcher has 
undertaken ten years of seminary work in an attempt to provide teaching practice to train the subject 
English teacher to be able to manage both primary and secondary EFL education (see Appendix 2).  
This work is aimed at providing more practice to secondary subject EFL teaching personnel to 
be trained for primary EFL education and offer more opportunities for the personnel to implement 
EFL pedagogical approaches appropriate to both primary and secondary pupils. Further, to ensure 
consistency in EFL pedagogy from primary through secondary education, this work seeks to 
identify methods by which EFL pedagogy can be implemented thoroughly by the secondary subject 
English teacher in the progression from primary to secondary education. The seminar students visit 
primary schools in Japan and overseas to practice their English teaching: in the case of overseas 
training, they visit primary schools in Taiwan. In recent times, they are trained online in Japan by 
teaching English to pupils in the transition phase from primary to secondary. A detailed report of 
the practice will be forthcoming. 
 
Final thoughts 
She cried when she talked to me in front of the staff at school. My instinct was to recognise that I 
shared her feelings completely. First, she said to me, ‘I was lonely’, and then, ‘I am really glad to 
meet you’. I felt my eyes welling up in tears, too. I could instantly understand what she meant, as 
one of the English teachers who normally does not even use the language in her school. She looked 
much younger than me; however, we apparently shared the same feelings about teaching English 
regardless of our ethnic background, nationality, or mother tongue.  
Even before I visited her class, I was sure that she was undoubtedly a good English teacher. 
She had a passion for learning and teaching English. Being a good English learner, she constantly 
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wanted to be stimulated to communicate in English. As a subject English teacher, she was already 
more experienced in maintaining consistency in her teaching at both primary and secondary levels; 
thus, she enjoyed the challenge of making the transition process of EFL pupils smoother by 
applying different EFL pedagogical approaches to share the joys of learning English with her pupils. 
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10 11 12 10 11 12
1.1 98 90 96 95 2 10 4 5
1.2 95 82 100 92 5 18 0 8
1.3
95 92 96 94 5 8 4 6
2.1 19 11 4 11 81 89 96 89
2.2 93 92 96 94 7 8 4 6
2.3 10 22 9 14 90 78 91 86
3.1 5 3 0 3 95 97 100 97
3.2 30 26 48 35 70 74 52 65
3.3 93 97 100 97 7 3 0 3
3.4 98 95 100 98 2 5 0 2
3.5 0 8 13 7 100 92 87 93
4.1 44 49 48 47 56 51 52 53
4.2 38 73 48 53 62 27 52 47
4.3 21 3 26 17 79 97 74 83
4.4 74 76 57 69 26 24 43 31
4.5 98 95 87 93 2 5 13 7
10 11 12 10 11 12
5.1 95 100 100 98 5 0 0 2
5.2 9 27 23 20 91 73 77 80
5.3 95 92 83 90 5 8 17 10
5.4 81 78 87 82 19 22 13 18
5.5 100 92 100 97 0 8 0 3
5.6 91 95 96 94 9 5 4 6
5.7 27 23 17 22 73 77 83 78
5.8 98 97 100 98 2 3 0 2
6.1 79 70 65 71 21 30 35 29
6.2 24 3 17 15 76 97 83 85
6.3 23 13 13 16 77 87 87 84
7.1 90 97 96 94 10 3 4 6
10 11 12 10 11 12
8.1 16 10 13 13 84 90 87 87
8.2 37 33 35 35 63 67 65 65
I have been to Anglo-phone countries.













I would like to go on learning English.
2. Attitudes towards the L2
4. Attitudes towards the Learning Situation
English is easier than the other subjects that I learn at school.
I think everyone should learn English at school.
I would like to speak many languages.
I would rather have learned another language instead of English.
I think that it is more important to be able to speak English than to read and write it.
I would like to speak English with a good accent and rhythm.
English gets more interesting all the time.
I find it difficult to understand the English lesson.
English is my favourite lesson.
Instrumentality
I think English is a very important international language.
ages
I do not always understand what I am saying when I speak in English.
I like my teacher who teaches English.
I do not like English as much as I did to begin with.
I am afraid to speak English.
There are many more important things to learn in school than English.
I think my parents are pleased that I am learning English.
I think other people respect me more if I speak English.




I think English will help me with advanced study.
I think English will be useful to me after I leave school.
There will be no need for me to speak English after I leave school.
Results
Yes (%)
                                                    Intended Learning Effort




English is too difficult for me to learn.
1. Attitudes towards L2 Community
I would like to visit countries where English is spoken.
I would like to communicate with a greater variety of people in English.
I would like to know about different lifestyles of people in other countries by learning
English.
3. Attitudes towards Learning the L2
Integrativeness
I am not interested in learning foreign languages.
Learning English is a waste of time.
There are many languages which are more important to learn than English.
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   Appendix 2: Seminary work: the chronological overview of primary EFL teaching 
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The Transnational in Translation: Reading Hideo Levy’s A Room 
Where the Star-Spangled Banner Cannot Be Heard in English 
 
Gregory Khezrnejat 
Faculty of Global and Interdisciplinary Studies, Hosei University 
 
Abstract 
For decades, publishers of English-language translations of modern and contemporary Japanese 
literature consciously selected texts that were broadly representative of an imagined Japanese 
nation-state conforming to the expectations of the Anglophone reading public. The recent 
emergence of transnational Japanese literature — often referred to as “Japanese-language 
literature” (nihongo bungaku) — as a trend in translated Japanese literature appears to challenge 
this relation, but do the selection and translation of transnational texts represent a break with the 
existing canon of Japanese literature (kokubungaku) in English, or do they reflect shifting 
contemporary Anglophone projections of a robust nation-state model? This paper examines the 
English translation of transnational author Hideo Levy’s debut novel, A Room Where the Star-
Spangled Banner Cannot Be Heard (2011, original 1987). Through a reading of the translation, 
the paper seeks to examine how translation and consumption of transnational Japanese literature 
may paradoxically reinforce the image of the nation-state.  
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